INTRODUCTION
The quality of teaching occurring in schools can be directly attributed to the preservice teacher preparation that teachers receive (Carter, Carre, & Bennett, 1993 ; Committee for the Review of Teaching and Teacher Education, 2003; Darling-Hammond, 2000; Temmerman, 1997) . If early-career teachers (those teachers in their first four years of teaching) do not have realistic expectations of teaching life, they may experience a 'confrontation with the realities and responsibilities of being a classroom teacher' which 'puts their beliefs and ideas about teaching to the test' (Kelchtermans & Ballet, 2002: 105) .
The discrepancies between teachers' expectations of school life and the realities of teaching often contribute to what is known as 'praxis shock' (Mark, 1998) . Praxis shock seems to be particularly evident in the high incidence of 'burnout' among music teachers (Kelly, 1999; Leong, 1996) , which has been associated with music teachers leaving the profession early.
One way to address the praxis shock and 'burnout' among early-career music teachers is to explore ways to better prepare them for the workforce (Stokking, Leenders, De Jong & Van Tartwijk, 2003) . Preparation for the teaching workforce takes place during pre-service teacher education, and as a result the effectiveness of teacher education programs in minimising praxis shock and 'burnout' among music teachers needs to be explored. Previous research has shown that early-career music teachers in Queensland felt that their preparation left considerable room for improvement, particularly in the areas of pedagogical content knowledge and skills and professional knowledge and skills (Ballantyne & Packer, 2004) .
This study therefore focuses on earlycareer music teachers' perceptions regarding how they might best be prepared for teaching classroom music, and how they would design an 'ideal' teacher education course.
THEORETICAL FRAMEWORK
By considering the needs of early-career music teachers, it is possible to create teacher education programs that become more learner centred (considering the capacities, interests and motivations of students), future-focused (considering the challenges and conditions students face following the completion of their formal education) and research based (considering the best knowledge and insights available about learners and the design and implementation of empowering learning experiences) (Spady, 2002) .
A previous study (Ballantyne, 2004) indicated that Zeichner and Liston's (1990) teacher education traditions could provide a useful framework for exploring philosophical allegiances underlying reforms in teacher education. Zeichner and Liston's (1990) reform traditions (namely the academic, social efficiency, developmentalist and social reconstructionist) refer to the reform traditions of the twentieth century in America. Zeichner has since referred to these trends as 'traditions of practice ' (1993) and, most recently, as 'approaches to reform ' (2003) in an attempt to describe the different approaches to reform in teacher education over time, to clarify the theoretical and political assumptions underlying reforms (Zeichner & Liston, 1990; Zeichner, 1993) , and to argue for finding 'some common ground across these often warring camps' (Zeichner, 2003: 491) . It has been argued (Ballantyne, 2004) , that Zeichner and Liston's traditions (as they will be referred to in this (Zeichner & Liston, 1990: 9) . This approach is also associated the idea that if a teacher education program is aligned with student teachers' developmental needs, it will guide them towards maturity as a teacher (Zeichner & Liston, 1990 ).
In the Social Reconstructionist Tradition, 'schooling and teacher education are crucial elements in a movement towards a more just society' (Zeichner & Liston, 1990: 12) . This tradition encourages student teachers to take a critical look at the prevailing social and political orders that are associated with education, and aims to break, for example, the poverty cycle by preparing teachers to teach in low-income areas.
CONTEXT FOR THE RESEARCH

Many teacher education courses in
Australia have recently undergone reconceptualisation and restructuring (Australian Council of Deans of Education, 2001; Grieshaber et al., 2000; Ramsey, 2000) . As music teacher education in Australia typically occurs as part of a general teacher education course, it is automatically affected by any changes to the structure of teacher education courses.
As such, it has been argued (Ballantyne, 2001 ) that music teacher education be considered within the context of teacher education and that reform agendas in teacher education should be reviewed. This study therefore explores the teacher education reform traditions (Zeichner & Liston, 1990 ) with which early-career music teachers identify. becomes desirable, and certain subjects are able to be explored in greater depth at the interviewer's discretion (Patton, 2002) . All interviewees were asked identical questions, but additional questions were also used to elaborate, probe and expand on particular topics. This flexibility ensured that important and salient topics were not excluded from the interview, and also provided enough structure to ensure comparability of responses.
Purposeful sampling (cases chosen because they are expected to elicit the most useful information) was used. Specifically, this study utilised maximum variation sampling, which 'searches for common patterns across great variation' (Glesne, 1999: 29) These data were subjected to content analysis to identify themes, concepts and meaning (Burns, 2000) and the results shed light on the ways that early-career music teachers perceive an 'ideal' teacher education course, and how this relates to Zeichner and Liston's (1990) reform traditions.
As interviewees were themselves reevaluating which tradition they felt most reflected their idea of an 'ideal' teacher education course, it is possible to conclude that the results are credible and trustworthy.
RESULTS AND DISCUSSION
Academic Tradition
An academic orientation reflects the idea that teacher education courses should focus on cultivating high levels of music skills and music A reason for this may be that the social efficiency tradition is concerned primarily with providing future teachers with the skills and competencies that they will require for their working lives in schools. If teachers see these skills and competencies to be tied to music skills and competencies, then they may find it difficult to separate the two. The fundamental differences between these traditions lie in the generic (nondiscipline specific) nature of the social efficiency tradition, and the content knowledge (disciplinespecific) focus of the academic tradition.
Social efficiency tradition
As argued by Ballantyne (2004) The link made by teachers between the developmentalist tradition and music reflects the ongoing perception that teaching is inseparable from the discipline taught.
Social reconstructionist tradition
In the questionnaires, only one respondent chose the social reconstructionist tradition as the most important (this person was not available for interviewing). This tradition focuses on producing teachers with a socially just orientation towards their work, and the statement which reflected this in the questionnaire was 
RECONCEPTUALISING TEACHER EDUCATION
Early-career music teachers' perceptions of an 'ideal' course are useful in designing teacher education courses to align with the needs of future music teachers (Yourn, 2000) . It seems that a course which reflects early-career music teachers' desire for the integration of music and education components will incorporate all of the teacher education traditions. However, such a course would not be designed with individual subjects representing the separate traditions.
Rather, the early-career music teachers interviewed see an 'ideal' course as one that integrates all traditions simultaneously. 
